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Abstract: Many universities in Indonesia are striving towards becoming in-
ternationally renowned universities. Partly, they do so by making English as 
Medium of Instruction (EMI). The university where the study was conducted 
commenced EMI through its voluntary EMI programs, which lasted for four 
years. The discontinuation of the EMI programs was the trigger of this study. 
This article seeks to understand the stakeholders’ perspectives of EMI. Data 
were gathered from two focus group interviews involving six content-based 
lecturers and three policy makers in one state university which utilises EMI 
approach in their course delivery, and then analysed using thematic and con-
tent analysis methods. The findings demonstrate that while the stakeholders 
agree that mastery of English is important for their university graduates, there 
was a gap between policy makers’ perspectives and the articulation of the in-
stitutional policy concerning the significance of English proficiency in the 
department’s curriculum. Yet, the stakeholders admit that there is possibility 
that EMI can be implemented in several relevant departments in the universi-
ty. The interviews also reveal that stakeholders consider content-based lan-
guage teaching (CBLT), practised by language specialists, as the most suita-
ble approach should EMI be implemented throughout their university. Final-
ly, this article concludes with further EMI implications for university plan-
ning of its English language teaching. 
Keywords: EMI, content and language integrated learning (CLIL), content-based 
language teaching (CBLT), higher education 
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EMI is a model of bilingual teaching in which some of the curriculum content 
is taught in English, which is not students’ first language (Baker, 2011). In Eu-
ropean and Asian contexts, EMI is also known as Content and Language Inte-
grated Learning (CLIL) (see Aguilar, 2015; Arnó-Macià & Mancho-Barés, 
2015; Coyle, Hood & Marsh, 2010; Doiz, Lasagabaster & Sierra, 2013; Lin, 
2015; Yang, 2015). Although CLIL allows the use of languages other than 
English, in fact, English is the most popular language being used in this ap-
proach to learning. Generally, CLIL is “an educational approach in which vari-
ous language-supportive methodologies are used which lead to a dual-focused 
form of instruction where attention is given to both the language and the con-
tent” (Coyle et al., 2010, p. 3). For the purpose of this paper, the term used is 
“EMI”. 
Globalization has triggered the use of English as a means of communica-
tion in many international contexts. One reason for this phenonemon is the fact 
that the majority of the information in scientific, technological, and academic 
fields stored in electronic systems, is in English; thus, people from non-
English-speaking background need English skills to access it (Ammon, 2001). 
Furthermore, English has become the language dominating economic and en-
tertainment activities (Crystal, 1997). This is further enhanced by the growing 
number of internet-based activities conducted in English (Jenkins, Cogo, & 
Dewey, 2011). Finally, English has reached its popularity by the growing trend 
of using EMI at higher education in the countries, which intend to improve 
their citizens’ English proficiency and to attract international students (Doiz et 
al., 2013). In short, with the improved English through EMI, this skill is be-
lieved to be a golden ticket to a global world (Dearden, 2015). 
European universities have implemented EMI as a result of the Bologna 
Process, which was initiated in 1999. One of the reasons for the Process was 
for students’ mobility in an evolving labour market in this region. There was a 
significant increase in the number of English-taught programs (ETPs) in Eu-
rope within seven years. It went up from about 2,400 in 2007 to approximately 
8,000 in the next seven years (Wachter & Maiworm, 2014).  
In Asia, approximately 150,000 international students were admitted in 
Japanese universities in 2011 (Hou, Morse, Chiang & Chen, 2013). Welch (in 
Hou et al., 2013) states that Taiwan, supported by its top country leader, at-
tempts to enrol more than 100,000 international students by 2020. 
Indonesia is at its early stage in the competition of this particular educa-
tional practice. ASEAN Economic Community (MEA onwards) is one of the 
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triggers. One of the four MEA supporting foundations is ‘Free flow of goods, 
service, investment, capital and skilled labour’ (ASEAN, 2015, p. 4). Many 
policy makers, including the Indonesian Minister of Research and Technology 
and Higher Education (Menteri Riset dan Teknologi dan Pendidikan Tinggi, or 
Menristekdikti) interpret the phrase ‘free flow’ in this pillar as a borderless re-
gion, through which an international language is utilised (Nasir, 2015).  
EMI approach is not new in Indonesia and it has been implemented in var-
ious ways. A number of private universities in the countries have been imple-
menting it in their international classes (Simbolon, 2016). The University of 
Ciputra has been implementing EMI in its Double Degree Program in Interna-
tional Business Management. The University of Kristen Satya Wacana offers 
an EMI program for its Indonesian Arts course. State universities that offer 
EMI programs include Gadjah Mada University, University of Indonesia, and 
Padjadjaran University (Gill & Kirkpatrick, 2013).  
Unlike the private universities, the state universities are required to have 
Badan Hukum Milik Negara (BHMN, state-owned institutions) status to offer 
such classes. BHMN status is granted by Indonesian government through a 
government regulation. In 2000, there were four universities granted the 
BHMN status. They are the University of Indonesia, Gadjah Mada University, 
Bogor Agricultural University, and Bandung Institute of Technology. Since 
then more universities have received this status. These universities have made 
some efforts by adopting boards of stakeholder management systems. These 
boards promoted autonomy for university managers, which allow them to be 
more flexible in designing their curricula to meet this global need. 
In addition to introducing ‘international classes’ programs, other universi-
ties such as Semarang State University, and Medan State University, have in-
troduced bilingual classes (Simbolon, 2016). Bilingual classes are intended to 
provide a foundation for students wishing to transition to international classes. 
Unlike international classes, the practice of bilingual classes is less demanding 
in terms of the necessary infrastructure required. For example, the bilingual 
classes at the target university are voluntarily and only offered by some lectur-
ers who have sufficient English proficiency. In addition, the entry requirements 
for such classes are less demanding than for international classes.  For example, 
the Faculty of Mathematics and Science at State University of Medan requires 
students to have at least 400 points of TOEFL score to qualify for admission in 
the bilingual program; the minimum English proficiency requirement is still 
below the score required for the international classes (i.e., minimum 500 
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TOEFL scores) (Simbolon, 2016). Further, because of the limited English lan-
guage skills of both students and teachers, EMI practice in bilingual classes in 
the target university adopts only partial English instruction (Simbolon, 2017). 
Utama University (pseudonym), where this study was conducted, hence-
forth referred as ‘the University’, is a state university in Indonesia. The voca-
tional-based university has eight departments: Accounting, Business, Agricul-
tural Technology, Architecture and Planning, Electrical Engineering, Mechani-
cal Engineering, Civil Engineering and Planning, and Fisheries and Oceanog-
raphy Sciences. The university intends to open an EMI program in order to 
achieve its goal in becoming an internationally recognised vocational universi-
ty by 2020. The university has started establishing international networks and 
cooperation with educational institutions abroad including in Malaysia, France, 
Hawaii, and the USA. The memoranda of understandings (MoUs) between the 
university and these foreign universities are declarations of agreement of poten-
tial future cooperation between both parties in terms of collaborative research 
projects as well as exchange programs for students and lecturers. The interac-
tion between the members of these institutions (students and lecturers) is antic-
ipated to be in English.  
Following the internationalization goal, voluntary EMI programs have al-
ready commenced since 2010 in several departments. In 2010, the School of In-
formation and Technology (IT) in the Electrical Engineering Department and 
the Business Administration Department became the first to open an EMI pro-
gram. The Accounting Department followed suit in 2012. English was the me-
dium of instruction in these programs. Students and lecturers involved in these 
EMI programs were expected to interact in English. These EMI programs, 
however, ended in 2014. Despite this abrupt ending, EMI practice is de facto at 
the university. Several individual lecturers are still practicing EMI in their clas-
ses. This discontinuation of the EMI programs has inspired the author to ques-
tion the reasons behind and the implications of the decision to end the program. 
Some studies in the area of EMI practice in higher education included 
problems encountered by the students (Joe & Lee, 2013), by the teachers 
(Airey, 2011; Werther, Denver, Jensen, & Mees, 2014), and the benefits of 
EMI (Aguilar, 2015; Floris, 2014; Arnó-Macià & Mancho-Barés, 2015). Prob-
lems faced by the students in Joe and Lee’s (2013) study suggest certain stand-
ard of English proficiency required for the EMI classes (Joe & Lee, 2013). 
Their study shows that students with sufficient English proficiency (approxi-
mately 590 of Paper-Based TOEFL) found it challenging to participate in EMI 
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classes. EMI lecturers also experienced similar issue. Many teachers in the 
study conducted by Airey (2011) and Werther et al. (2014) articulated their 
challenges in switching between languages, arranging EMI learning materials 
and providing feedback for the students in EMI classes. However, some studies 
indicated teachers’ more positive perceptions of advantages of EMI. They 
viewed that EMI practice might improve their own (Floris, 2014) and students’ 
English skills (Aguilar, 2015; Arnó-Macià & Mancho-Barés, 2015). 
Apart from these practical issues in EMI classrooms, other studies focused 
on language-in-education policies. Hamid, Nguyen, and Baldauf Jr.’s study 
(2013) examined the policy and practice of medium of instruction (MOI) in ten 
Asian countries (secondary school and tertiary levels). Their study found that at 
the macro-policy level in many of the countries MOI is considered a relatively 
simple and affordable solution to both the problems of higher education inter-
nationalization and of upgraded local students’ English proficiency. This may 
be the case where detailed language planning provisions are made (such as in 
the Vietnam), but in most other countries insufficient resources and a lack of 
attention to the language planning details tend to lead to less desired outcome 
(Hamid et al., 2013). 
Hu and Lei (2014) conducted a case study in a major university of finance 
and economy in mainland China. Generating national/institutional policy 
statements and the transcripts of interviews with professors and students, their 
study sought to uncover EMI-related language ideologies, language practices, 
and language management mechanisms. The findings show a considerable mis-
alignment between policy intentions and actual practices in the classroom (Hu 
& Lei, 2014). 
In Malaysia, Zaaba, Aning, Gunggut, Ramadan, and Umemoto (2010) 
demonstrate that language in education policy was strongly influenced by the 
highly centralised top-down system in Malaysia, globalization, and colonial-
ism. The policy was initially to address the problem of unemployed graduates 
due to their limited English skills (Zaaba et al, 2010). However, no systematic 
planning was made to follow up the initiative.  
Another study in Malaysia was conducted by Ali (2013), which disclosed 
that the national language policy goals were not described by the policy makers 
to middle, or university level and micro level. She also found that the lack of 
the explicit status of English as the medium of instruction did not retard the 
macro level from its implementation. However, this limited clarity of the EMI 
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status has impacted the EMI policy circulation and consequently micro imple-
mentation. 
In Indonesia, currently there is no specific written regulation of EMI in 
higher education. The formal organization and arrangement of the education 
system is outlined in the Law of National Education No 20/2003. This Law de-
scribes the arrangement of the Indonesian education system from primary edu-
cation to higher education, which bears no emphasis of the arrangement of 
English language as the medium of instruction in educational institutions. Fur-
thermore, this specific regulation for higher education outlined in Law of High-
er Education No 12/2012, has no explicit mention about having English cours-
es in the university curriculum either. But the inclusion of English language in-
struction in the higher education curriculum is supported by Article 37 of the 
same Law, which advises universities to adopt one foreign language in the uni-
versities. Globalization and the need for English in the workplace, which is of-
ten used internationally as the lingua franca, seem to be the reasons why the 
majority of universities in Indonesia choose to include English language cours-
es in their curriculum (Simbolon, 2016).  
The most current articulation of EMI practice in higher education institu-
tions in Indonesia was raised by the Indonesian Menristekdikti in 2015 (Simbo-
lon, 2016). The Minister described EMI program as a ‘bilingual curriculum’ 
(Nasir, 2015). Yet, in another official occasion, he used another term to de-
scribe it as a ‘dual language’ program (Nasir, 2015). Despite the different terms 
that he used, his support was unequivocal when he stated that universities 
should accommodate MEA through the adoption of a ‘bilingual curriculum’ 
(Nasir, 2015). 
Nevertheless, there is a dearth of reported investigation in language-in-
education policy in higher education in Indonesia. Further, the discontinuation 
of voluntary pilot program at my research context is important to investigate to 
delve into this case. This study also sought to examine how arrangement re-
garding EMI in the University was made. This effort was done by focusing on 
the examination of both university content-based lecturers and authorities’ per-
spectives on EMI in an Indonesian university. The investigation of documents 
of current University curriculum was also conducted.  
The research questions examined in the study were: 
1. What are the lecturers’ and authorities’ perspectives on the rationales for 
and support to be available for the implementation of EMI at the university? 
2. What does current policy of the University state about EMI? 
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METHOD 
This qualitative case study was conducted at Utama University in 2015.  
Following the case study design and methods suggested by Yin (2009), I car-
ried out the research procedures within sixteen months. It utilised focus groups 
interview method in gathering relevant information regarding the stakeholders’ 
views on EMI practice. One of the advantages of conducting focus group inter-
views, according to Creswell (2012), is that the interactions can yield rich in-
formation from the participants. This method was strengthened by purposefully 
grouping the participants according to common characteristics, which allowed 
issues relevant to the context to be elicited. One group consisted of a group of 
lecturers who have practised EMI in their courses, and the other was a group of 
the University authorities having responsibilities relevant to EMI.  
In conducting focus group interviews, Krueger and Casey (2009) warn 
that there are potential problems especially of timing and scheduling. During 
the period of data collection for this study, some participants, especially the 
University authorities, had very limited time for interviews. Another challenge 
was that the focus group interviews at times elicited trivial or simple answers–
something about which other researchers have cautioned. I had anticipated this 
problem by sending follow up emails to participants to seek for clarification on 
issues raised during the focus group interviews. The follow up interaction also 
allowed participants to add more information to the researcher.  
Key informants for the focus group interviews were identified to obtain 
the maximum quality of information. There were nine participants in total. Ta-
ble 1 illustrates the make-up of these focus groups. Group One consisted of six 
lecturers, who had considerable experience with EMI teaching (ranging from 
two to four years of full time practice). There were three university-level policy 
makers in Group Two. They were the Director of the University, the University 
Vice Director of external affairs coordinating cooperation matters, and the 
University International Office Coordinator. 
The data collection was conducted as follows. Firstly, lecturer-participants 
were purposively selected and recruited based on their EMI experience, Eng-
lish proficiency and, for the authority-focus group, the selection was based on 
the relevance of their role within the institution. Next, permission to participate 
in the study was obtained from all the participants. To do this, the participants 
were provided with copies of an information letter explaining the purpose and 
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the procedure of the study. Signed consent was then sought and gained from 
each of the participants prior to the commencement of the study. 
Next, focus group interviews were conducted. Group One was interviewed 
first. After analysing their responses, the other group was interviewed, which 
was about six months later. For the comfort of the participants, and to ensure 
quality data, all interviews were conducted in Indonesian. Some participants 
did respond in English. Once the data were collected, they were transcribed, 
and an English translation was made by the researcher. The translation for the 
purpose of this paper was proofread by a proficient academic staff member 
from an Australian university.  
Key questions in the interviews include the participants’ understanding of 
EMI practice regarding the rationales and the support to be available to imple-
ment EMI practice at the University. Further, the responses, especially from 
participants in Group Two, were augmented with current arrangement of pro-
gram curriculum within the University. 
Table 1. Focus Group Participants 
Group Name* Courses taught EMI teaching experience (year) 
One 
Nani QMS** Three 
Susan QMS Three 
Budi Mathematics Four 
Hasan Accounting Two 
Luna Programming 1 Four 
Asri Programming Three 
Group Name Role Discipline 
Two 
Abdul Director of University Mechanical  Engineering 
Nurul University Vice  Director 
Engineering  
Business 
Saleh International Office  Coordinator  English 
*All names of the interviewees used in this article are pseudonyms 
**QMS = Quality Management System 
 
Interview transcripts were analysed using thematic analysis. The process 
followed the steps for qualitative data analysis and interpretation outlined by 
Creswell (2012): coding, grouping the themes, displaying data, interpreting the 
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findings, and validating the results. Non-verbatim transcription was used as it 
captured the fundamental meaning behind the spoken texts. This choice was 
possible because besides acting as both the moderator and researcher, I was a 
member of the University. This position enabled me to be familiar with terms 
and expression used by my fellow academia during the interviews. 
Following this step, content analysis, as suggested by Krippendorff 
(2004), was used for the documents analysis. The results yielded from analysis 
of interviews were used as guidelines for the content analysis of the documents. 
This particular analysis involved a first-pass document review, in which mean-
ingful and relevant passages of text or other data were identified. This iterative 
process included reading for a thorough examination, and making interpretation 
of the documents.  
FINDINGS AND DISCUSSION 
Findings  
University Stakeholders’ Perspectives on EMI Practice  
Table 2 shows a summary of the results of the focus group discussion in 
which the two groups of stakeholders consisting of lecturers and authorities 
discussed their views on the rationales for EMI practice. 
Table 2. University Stakeholders’ Responses on EMI Practice 
Perceptions  FG1 FG2 
Rationales for 
EMI 
Students’ English skills 
Graduates’ employability 
Institutional vision for the 
year of 2020 
Students’ English skills 
Graduates’ employability 
Institutional vision for the year 2020 
Globalization (MEA) 
To support international office unit 
program 
Necessary support 
to be available for 
EMI 
Training of English and EMI 
teaching skills 
 
The provision of training for EMI 
lecturers 
Lack of English lecturers’ roles 
Current curriculum to practice EMI 
(students’ final project) 
Giving extra reward (incentives) to 
EMI lecturers  
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Rationales for EMI 
Regarding rationales for EMI practice, as shown in Table 2, there were a 
majority of aspects shared by both lecturers and the authorities. First, they 
viewed that one of the reasons to practice EMI at the university was to improve 
the students’ English skills: 
 
To equip the students with English skills, active and passive English are necessary 
(Nurul/FG2) 
 
The English skills of the students could be increased gradually, they can also ex-
plore more about the media and the fields of knowledge, which are presented in 
English (Budi/FG1) 
 
Even the following lecturer expressed the outcome of practising EMI in their 
program: 
 
So, as the English (of our students) could be improved, the program (external) as-
sessor said, “Oh (your) diploma students could also communicate in English!” 
(Nani/FG1) 
 
This particular understanding is connected to another shared view of EMI 
among these stakeholders, that is, giving benefits for their graduates in the fu-
ture: 
 
The graduates’ opportunity to get jobs is bigger, even when they become entre-
preneurs, they can have a wider network (with English skills) (Abdul/FG2) 
 
In addition, it’s also based on our concern, our concern for the profession held by 
students in the future, especially in Accounting, for example, in their professions, 
when students complete their study, they will be very exposed to English termi-
nologies (Hasan/FG1) 
 
Finally, the stakeholders shared their opinion that EMI practice at the in-
stitution was to support the university’s vision for 2020: 
 
We are as part of this institution. You know the vision of Utama University to be 
achieved in 2020, don’t you? If this university aspires to be internationally re-
nowned, at least the atmosphere should be nuanced with the English language, 
English. At least the students would feel that they are already in the university 
with great access to English language so that they would be committed to improv-
ing their English. (Nani/FG1) 
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To achieve the vision of the institution for 2020 (Nurul/FG2) 
 
To support the vision of the institution for 2020 (Saleh/FG2) 
 
Another reason for EMI practice perceived by the university authorities was 
globalization (Read: MEA): 
 
English is the most popular and global communication tool (Abdul/FG2) 
 
Another personnel of the institution leaders mentioned a more practical reason: 
 
EMI class is to prepare infra-structure for the students from foreign universities 
and the university students who plan to go for a student exchange (Saleh/FG2) 
 
While other lecturers said: 
 
It was suggested, especially by the Department head, that we present the learning 
materials in English (Luna/FG1) 
 
For me, it is more about the demands from the institution. By chance, I like Eng-
lish. Well, the institutions’ demand was my reason for EMI (Asri/FG1) 
 
It is important to highlight this particular reason for EMI practice, which is 
because of the University’s recommendation. This particular response will be 
examined with the findings from document analysis to seek if there is certain 
written arrangement of EMI at the University.   
Necessary Support for EMI 
When asked about necessary support to be available for the implementa-
tion of EMI in the institution, as Table 2 indicates, university leaders’ respons-
es were more varied than those of the lecturers’. One shared perspective that 
both groups of stakeholders had was training for the lecturers to enable them to 
perform EMI practice: 
 
The main point is that the content lecturers should be supported, given some facil-
ities (read: training) to improve their English before they teach in English. (Lu-
na/FG1) 
 
They also specifically described the content of training necessary for them: 
 
The training for the opening and closing the lesson meeting. (Susan/FG1) 
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Training for supporting us that we could maintain our English use in the class-
room (Nani/FG1) 
 
One of authorities articulated the idea this way: 
 
Providing some trainings to (EMI) lecturers (Saleh/FG2) 
 
This shared view could be understood by looking at the participant’s role as the 
IOC. His experience across institutions might have contributed to this view: 
 
In some meetings with several universities representatives, some of these issues 
were raised. (Saleh/FG2).  
 
Another interesting opinion articulated by this same participant: 
 
Giving incentives to the EMI lecturers (Saleh/FG2) 
 
Once again, his experience working at his current role as the coordinator of the 
University international office might influence his understandings. It is also in-
teresting to relate the view of giving incentives to lecturers, who practise EMI 
to the challenge perceived by one of the University leaders: 
 
It is hard to engage the lecturers into our programs, there seems missing between 
the programs. We have provided workshops and seminars and the lecturers seem 
to lack enthusiasm. As the vice director for public and co-operation matters, I am 
still trying to find effective ways to engaging the lecturers (into EMI practice). 
(Nurul/FG2) 
 
However, with this challenging situation expressed by his fellow, the top leader 
of the university articulated another interesting point on the form of support for 
EMI: 
 
The human resources, the English lecturers are the embryo, who can improve the 
language skills through the learning materials (textbooks) and instructional meth-
ods (Abdul/FG2) 
 
It is important to note that the university leader considered the importance 
of the English language specialists’ role to provide relevant support for the in-
stitution regarding EMI. It is worth comparing this particular issue with the tar-
get university current arrangement on English language courses in the institu-
tion in the following section. 
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Another university authority said: 
 
Having final paper written in English in the department curriculum (Nurul/FG2) 
 
The particular expression of the University authority could be examined with 
one of EMI lecturer, suggesting that this particular arrangement has been done 
in a (some) department in the institution: 
 
In the Business Department, every year students’ final projects are written in Eng-
lish (Nani/FG1) 
 
Despite the positive view on practising EMI in the university, as I mentioned in 
the introduction of this article, these voluntary EMI programs already ceased to 
exist. Yet, a number of lecturers still maintained the practice: 
 
I focus on (improving) the students’ (English) and I also want to improve myself 
(through EMI) (Budi/FG1) 
For example, now the course I am teaching is not the QMS, but the Entrepreneur-
ship, I still practise using English” (Susan/FG1) 
 
When I teach public relations… the explanation is sometimes in English. So not 
only in the QMS course do we use English, we also practise it in other courses 
(Nani/FG1) 
 
In the following section, I present the results from the analysis of each de-
partment curriculum at the University. The stakeholders’ responses during the 
interviews were examined with current arrangement in the University curricu-
lum. 
EMI Policy Arrangement at the University 
The results of document analysis found that the mission statements in the 
curriculum documents of most study programs at the University were formu-
lated by restating the university mission for the year 2020 in their curriculum 
document, that is, “By 2020 Utama University becomes the best and the most 
reliable vocational educational institution in both national and international 
level”, and replacing the institution name with their respective department 
name. This mission seems to be interpreted by most University stakeholders as 
the guidelines for EMI practice (see responses of Nani/FG1, Nurul/FG2, and 
Saleh/FG2). This particular finding also suggests that no written institution 
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recommendation (see responses of Luna/FG1 and Asri/FG1 regarding the ra-
tionale for EMI) is provided in the University curriculum. 
Thus, it is necessary to examine the arrangement of English courses within 
the University due to the top University authority’s view on the importance of 
English language specialists. Table 3 illustrates the curriculum of English 
courses in each study program of each department. 
Table 3. The Structure of English Course in the University Curriculum 
Departments English Course Description 
Civil Engineering and 
Planning 
Diploma 3* 
English 1b **and English 2c 
Diploma 4 
English 1b and English 2c 
*Number refers to the 
number years of the 
study 
**Each course is for 
one semester 
abcd is the amount of 
time of English per 
week 
a = 2 x 45minutes 
b = 3 x 45minutes 
c = 4 x 45 minutes 
d = 6 x 45 minutes 
 
 
Mechanical 
Engineering 
Diploma 4 
English for Engineering 1c  
English 2c 
Diploma 3 
Englishc 
Diploma 1 
Englishc 
Electrical Engineering Diploma 3 – Electrical 
English 1c and English 2c 
Diploma 4 – Electronics 
English 1a– 6a 
Accounting Diploma 3 
English for Business 
Communication 1c – 4c 
Diploma 4 
English 1d and English 2c 
Business 
 
Diploma 3 
General Englishc 
Business Speaking 
Comprehensiond 
Business Listening 
Comprehensionc 
Business Reading and Writing 
Comprehensiond 
English Business 
Correspondencec 
Agricultural Diploma 3 
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Departments English Course Description 
Technology English 1d and English 2c 
English 3a  and English 4a 
Diploma 4 
English 1a – 5a 
Fisheries and 
Oceanography Sciences 
Diploma 3 – Fish Cultivation 
English 1b and English 2c 
Diploma 3 – Fish Processing 
English 1b 
Diploma 3 – Fish Catching 
English 1c and English 2c 
English for Maritimesb 
Architecture 
Engineering and 
Planning 
Diploma 3 
English 1c and English 2c 
 
As can be seen on Table 3, all departments offer compulsory English 
courses. They offer the courses under varied names. Some term the courses as 
English for Specific Purposes (ESP), such as “English for Engineering”, “Eng-
lish for Maritimes”, and “English for Business Communication”. Others use 
more general names; for example, “English 1” and “English 2” might refer to 
“General English”, but English specialists could also practise this CBLT-
English course in their English language teaching (ELT) without ESP labels. 
Regarding the number of meeting hours of English lesson, there is a varie-
ty of settings among the programs within the University. The reasons could be 
various as well. For example, some programs including Business and Account-
ing offer the English course in a consecutive two or three years, which is un-
derstandable because there is a strong need for English skills (see the response 
by Hasan/FG1). Furthermore, the study program of Electrical Engineering, 
which has most English-laden courses such as IT, Programming, seems to sig-
nify the need of English to support the program. This description was also 
mentioned by one of the lecturers: 
 
The course I am teaching has content, which is more in English (Luna/FG1) 
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Discussion 
Perspectives on EMI  
Based on the evidence from the group interviews, both groups of stake-
holders perceived the importance of English skills for their students and gradu-
ates. This particular belief was congruent with findings from some studies (see 
e.g., Aguilar, 2015; Arnó-Macià & Mancho-Barés, 2015), which found lectur-
ers’ perception of benefits of EMI for the students. These stakeholders of the 
current study believed English is a golden ticket to the global competition for 
the university graduates.  
This positive perception could also be understood as the popularity of 
English in Science and Technology (Zaaba et al, 2010) and course textbooks 
(Ammon, 2001). Because of this popularity, learning those disciplines in EMI 
environment was perceived to be an effective way to improving students’ Eng-
lish.  
EMI Policy Arrangement 
There are two main issues regarding policy arrangement around EMI. 
First, there is a need for macro level policy to clearly articulate which language 
and types of regulation to be practised in the classrooms. The lack of clarity in 
the arrangement of the implementation of EMI seems to be common in several 
contexts, especially in Asian region. No specific guideline about English to be 
used as the vehicular language in the university is provided. This case was in 
line with the study by Ali (2013). Some of the lecturers said that their EMI 
practice was driven by the university leader’s recommendation. This guidance 
was likely to be conveyed orally (through meetings and speech delivery) be-
cause there was no written evidence for this recommendation of EMI practice 
at the University. This informal arrangement seems to be a common practice 
among some policy makers in the university, even in a broader context, Indo-
nesia (Nasir, 2015). It is important to highlight that unclear arrangement on 
medium of instruction has been linked with lack of success in implementing 
the program (Hamid et al., 2013; Hu & Lei, 2014). Thus, the discontinuation of 
EMI voluntary programs in the current study is likely to result from this lack of 
clear arrangement from the policy makers.  
Another concern related to EMI policy arrangement was the inconsistency 
between the stakeholders’ perspectives and their arrangement in the institution-
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al curriculum. Lecturers and the authorities of the target university agreed to 
the importance of English for their graduates, thus were supportive of EMI 
practice. But, this positive perspective was not reflected in the university ar-
rangement, especially of English course structure. This situation could be 
caused by the practice of top-down policy. Higher education institutions might 
not be involved in making decisions on the arrangement of University curricu-
lum, in particular regarding EMI. Universities, however, were accountable to 
implement the policy on EMI.  
However, adopting an approach of English for specific purposes within 
English courses in the target university seems to be highly potential to open up 
ways to developing possible EMI programs within the university. The applica-
tion of CBLT approach for ELT within English courses at the target university 
is worth considering (see the response by Abdul/FG2). The top leader of the 
university emphasized the important role of English course lecturers in his in-
stitution. This perception is linked with the fact that some programs (Account-
ing, Electrical Engineering) need intensive package of English language learn-
ing. This perception suggests some senses. First, within the university, EMI 
seems to have a bigger potential when presented by English language lecturers. 
The EMI used by the language specialists is a practice adopting CBLT, or CBI 
approach. Another sense is that the implementation of this approach would en-
tail providing necessary support, or professional development for English spe-
cialists. The findings in the research conducted by Simbolon (2015) suggest 
that designing learning materials relevant to the discipline areas would be one 
of the mainly necessary supports given to the English lecturers in the universi-
ty. All these findings hence suggest a need for a review of the university cur-
rent curriculum. 
CONCLUSIONS  
In conclusions, the study showed several issues of EMI in the research 
context. First, there is a shared belief between the lecturers and the university 
leaders regarding the importance English to improve graduates’ skills for glob-
al competition. This study has provided evidence of the gap between macro 
level and a lower level in terms of perceptions on EMI among the stakeholders 
(policy makers and lecturers). Such a gap has been common practice in many 
contexts. The disconnection between the top and down level of the University 
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has resulted in an envisioned goal not being understood by lecturers, and there-
fore, does not create the intended effective impact in the classroom.  
Also, the positive perception of the important role of English specialists 
and the potential to develop English courses adopting CBLT or CLIL in the 
university could be one of the agenda of the review of current curriculum in the 
target university.  
Thus, this study suggests that the status quo of EMI at the University has 
two kinds of practices of EMI–EMI practice by content-specialists and English 
specialists implementing CBLT, or CBI approach in their English subjects. The 
latter practice seems to have more potential. In this sense, English language 
lecturers were considered to be the personnel who practise EMI. Thus, this par-
ticular finding suggests a more specific direction of ELT in the University, 
which is a CBLT, or CBI-based English language teaching. Meanwhile, con-
tent specialists practising EMI is de facto, should be understood as one result of 
the internationalization of higher education in the globe. In this particular 
sense, a broader review on the University curriculum would be worth taking in 
the future studies.   
Finally, this case study is limited to one state university in a big country, 
Indonesia. The findings cannot therefore be generalized to all higher educa-
tional institutions in the country. Still, other institutions with similar contexts 
should benefit from the research findings and insights presented in this paper. 
More studies in similar area in this context are needed to compile the current 
picture of policy arrangement of EMI in Indonesian higher education. 
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